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INTRODUCTION
The history of Brazilian higher education in nursing is marked by four curricular changes, none of which promoted significant changes in professional practice (1) (2) (3) . We believe this is due to the fact that the pedagogical practice of nursing educators has not accompanied the intended curricular changes in terms of philosophical-methodological premises and objectives, but have maintained the characteristics of traditional pedagogical practice (4) (5) (6) . This practice perpetuates the biomedical-technical model (7) , as opposed to the nursing education demanded by contemporary reality.
Nowadays, we perceive Human Care (8) (9) in another dimension, which evolved to become the "health act's pair". The latter is understood as an exchange between subjects, in compliance with integral care. However, until the 1990's, this was not a source of great concern. The word care had little use, and the most used term was assistance, which implied delivering nursing assistance, an act that, in our opinion, was performed without reflecting on its meaning to whoever received or delivered the care.
On the other hand, education was almost always connected with technical activities. It is common for professional care to be delivered mechanically, guided by tasks, in rigid compliance with standards and prescriptions. Personal relations, in turn, are almost always fragile.
When the new minimal curriculum for nursing courses in Brazil was approved through Decree 1721/ 94 by the Ministry of Education and Culture (MEC), this perspective gave rise to our desire to work with "Curriculum" and "Pedagogical Practice" in nursing education.
We start from the premise of an interdependent relation between the curriculum on the one hand, which represents the intention, the what and how education should be, and pedagogical practice on the other, which should put this plan into practice, that is, the academic training process.
In addition, further studies are needed, looking at concrete realities in daily professional pedagogical practice.
Hence, we intended to study the reality we experienced as faculty members and co-participants in its administration, as we had the opportunity to experience it as a faculty member, coordinator of the We analyzed data about how these faculty members and students understood curriculum, in the light of the concept addressed in the subject Curriculum of the Master's Course in Education -UESC/ UFBA (1995); with respect to curriculum types, the reference framework was based on two experts (10) (11) who work with Curriculum Typology; for approaches to the teaching-learning process and teaching practices, we elaborated a reference framework based on authors (4, 12) 
RESULT ANALYSIS AND DISCUSSION
Before moving on to the results, we highlight the noticeable lack of studies about the pedagogical practice of undergraduate nursing faculty members and undergraduate nursing course curricula. These We also worked with a sample of lastsemester nursing students, mostly women (81%), between 22 and 33 years old, with a mean age of 23 years. In other words, a group of young graduates that confirms nursing as a preponderantly female profession. Tables 1 and 2 illustrate the results about faculty members' and students' conceptions of the curriculum, showing how close their conceptions are.
This allows us to conclude that most faculty members and, consequently, students do not seem to be able to form a concept about curriculum. A comparison between the hour loads of the "old" and the "new" curriculum showed that about 41% of the total hour load of the course, corresponding to 3,825 hours today, is destined at hospital-related subjects, while only 21% is occupied by collective health disciplines. These data are coherent with earlier research results, which showed that, in a total course of 2,970 hours, 44.4% was destined at hospital-related subjects and only 13.1% at public health subjects (15) .
With respect to the curriculum type, according to the proposed typology (10) (11) Although they affirmed that they knew why ABEn -the Brazilian Nursing Association (13) proposed a reform of the Nursing Undergraduate Course Curriculum -1972 (Old Curriculum), when they were asked to explain these reasons, most faculty members (62.3%)
did not manage to give any justification that got near the actual reasons. Moreover, although most of these subjects informed they knew what changes were intended for the UESC undergraduate nursing course, when they were asked to quote these changes, they did not manage to give any answers that coherently coincided with the intended curricular reform.
Besides their difficulties to conceptualized curriculum, faculty members also faced limitation to Thus, in principle, in order to comply with the Curricular Guidelines, we believe that we need to concern ourselves with nursing education, not only using mutually disconnected, rich contents and skills, but also addressing competence categories like:
understanding and operating multiple languages;
understanding biopsychosocial phenomena that condition health; making decisions that include and respond to what normal happens and is done;
understanding and or responding to the unedited and/ or unusual; constructing arguments and intervening in reality, being aware of the fact that reality changes. We conclude that, as a part of teaching practice, Planning Practices are characterized neither as integrated actions nor participation, reaffirming that the institute's curriculum is a collection curriculum (10) (11) . This also reinforces teaching in a traditional approach, that is, "in all of its forms, teachercentered", and students are considered as "inserted in the world they will get to know through the information they will receive and about which they will decide whether it is important and useful to them".
As to the learning domains addressed in the subjects, we conclude that most faculty members only exercise aspects in the cognitive domain, dedicating less attention to the affective and psychomotor domains, which leads to a disharmony among the Until the time of data collection, the UESC Nursing Undergraduate Course followed the traditional pedagogical model and faculty members were not alert to the discordance between this type of approach and the objective of current nursing education, in line with the Curricular Guidelines and the authors consulted and referred to in this study. Hence, we consider that, through this type of approach, we are losing the primary role of nursing out of sight, which we believe is the integrality of human care.
These research findings reveal a weak attempt to establish prerequisites as the only form of interdisciplinarity. And faculty members neither understand nor see to these prerequisites, because they do not treat the subjects as interdependent and mutually complementary. It seems to us that this fact can explain, at least partially, difficulties to guarantee integral care, human care to the subject as a whole.
According to data provided by the students, teachers most frequently used the following teaching methods: expositive classes, seminars and work groups. These results coincide with the faculty members' information, reinforced by field observations, which showed expositive classes as the predominant, content-centered activity.
As to teachers' and students' perceptions about the student-teacher relation, we can affirm that both groups definitely experienced difficulties to characterize the type of relation that unites them.
Although they affirmed that they were interlocutors, they faced difficulties to specify characteristics of the desired student profile, that is, what the teacher wants and what the student believes the teacher wants, as the items faculty members mentioned in the attempt to characterize the desired student were pulverized, without any consensus.
Considering data about the student-teacher relation, and comparing them with previously analyzed data about planning practices, plan execution practices and learning assessment practices, we conclude that, although some faculty members mentioned being a creative, participative, critical, ethical, inquisitive and interactive citizen and professional as desirable student characteristics, the pedagogical practice developed in the traditional teaching approach complicates or even impedes the development of these traits. In the traditional approach, the teacherstudent relation is vertical. One of the extremes (teacher) holds the power to make decisions about methodology, contents, assessment and form of interaction, among others. On the other end, students are expected to submit to this power. Faculty members are responsible for informing and conducting their students towards objectives that are external to them, because they were chosen by the school and/or the society they live in and because the subjects of the process, i.e. the students, have not internalized/ assumed them.
FINAL CONSIDERATIONS
In view of the data discussed above, we can consider that a pedagogical project needs to be collectively constructed for the course under analysis, which heeds to a humanistic formation and to the biopsychosocial human phenomena that can appear as individual as well as collective social needs. 
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